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Schooling
and Education
by
Louis Carini

"If children have
been prevented
from moving and
talking, it is their
thinking that has
been effectively
stopped."

When the child arrives for the first <lay of school
he/she has two major abilities : the child can move and
talk . But too many schools say to the child, "Sit
sti.11, be still! Don't move and don ' t talk." How can
children bereft of their main skills be educated? But
that is precisely what our schooling has done to
children .
It has robbed children of their capacities
and then it asks them to learn, even to learn to read.
But no one of us actually learns anything by sitting
still and being still . We learn through action, through
undertaking activities, by doing things, and we learn by
talking about what we are doing, talking to and~
others and to ourselves--in a word, by thinking. That
is what we adults are doing in our heads all of the
time--thinking--which means talking to ourselves.
It is
simply that young children talk their thinking aloud,
but it is actually meant for themselves, just as our
thinking is meant for us.
If children have been
prevented from moving and talking, it is their thinking
that has been effectively stopped . Imagine ourselves
ordered to stop thinking, and yet asked to learn , asked
to become educated.
No one of us could learn under the
handicap of being prevented from thinking . So too are
children handicapped if they are not allowed to move and
to talk, for the children's movements and talk are their
thinking . Their thinking has not yet been turne d inward
as ours has been in the course of growing (Vygotsky,
1962).
If we are to educate our children, we must not
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slop them from thinking.
We must allow them to move and
to talk, that is, to think, if we are to educate them.

"In each case it zs
the children's
interest that moves
them in the
direction of their
real values .. .. "

It is only really in a progressive kin J of
education generally, that children are not only allowed
to move and to talk, but are expected tu do so.
Then it
is their actions and their speech which can lead the way
to education.
Moving toward what interests him/her can
show the teacher wh a t engages that child's thou g ht
process, and his/her talk about it and its diff e ring
aspects constitutes his/her thinking about it.
In such
classrooms interest and activity areas are set off so
that what matters to the child can gradually co1,1e to tlie
teacher's attention as the child approaches an<l engages
in preferred activities.
Jf it is the scales and
weighing that pulls him or her, the teacher can be~in to
see just what aspect of that activity is at the center
of interest as the child actively engages them.
If it
is cooking that intrigues him/her, the teacher can be gi n
to see in what ways that activity engages the child and
j ust what emerging thou g ht process it is that can be
revealed there .
In each case it is the chilJren ' s
interest that moves them in the direction of their real
values, and by the mode of interest, finely toned or
mola r, analytic or expansive, the teacher may gain an
insi e ht into each child ' s thought process.
This means
that the te ac her has gained clues into the child 's
though t throu g h the child 's activity and through this
th e means for impl eme nti11 g the child's individualized
ecluca U on.
One of the benefits that arises out of the child ' s
actions an d act ivities is that the child's speech can be
formalized by havin g him/her tell what lie/she has been
doin g , and since this is always much more than may meet
the observer's eye, the child can also be encouraged to
draw what has e11grossed hilll/her.
By these means the
te acher may find that an interest in the woodworkin g
a r ea really bespeaks an interest in birds via
birdhouses, and the drawinB might show just what meaning
and value th at might have for him/her, for the child in
drawing is likely not to draw just a biruhouse, but
birds and a tutal scene of home and setting as well.
When children - -even as young as five years--draw and
tell their stories to the teacher which are then printed
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below the drawings, the teacher can begin to know the path to their education, and
children gain a relatively clear access into writing and re ading .
When the teacher prints the children's stories under the drawing it is possible
·for them to see, gradual ly, that what came out of their mouths in a jumble has iLs
counterpart in the spaced out marks below tl1e drawing.
Since what has been printed
there is what they said, and since it was also what really mattered to them, what
was valued, they can, if encouraged to copy the n1arks, soon grasp that they can rea~
what has been printed. Ttiat is the first step to reading. The experience of that
insight is enlightening to all children, but for those who come from homes where
reading is not practiced, it can be an especially vital experience. Naturally, it
is expected that in such a classroom the teacher will have been reading stories to
the children all along as part of the program. Each child is on the way then to
grasping that reading is like listening and hearing, and books can begin thereby to
take on a life of their own. Even children from nonreadine homes can then grasp the
wonder of listening-reading, and also g r asp th e fact that books contain wondrous
stories witnin them.
Because drawing one's activities and printing are akin to speaking, those
activities need to come first for the cbild who comes to school able to talk.
That
is, those activities should occur before children are asked to read, for it is the
case that children speak the thoughts that are on their minds before they can take
on tl1e views and minds of another, before they can take on the perspectives or hear
the thoughts of another. Drawing and printing are akin to speaking, and
hearing-listening are akin to reading.
Speaking arises out of the child's interests
and values; listening arises out of the interests and values and perspectives of
others.
It takes a very long time before any one of us is able to take on the other
person's perspective, the other's point of view.
Indeed, I have met adults who were
still unable to do so.
It is folly to ask that of a child.
But that is what,
precisely, schooling asks.
It asks the child to forego his/her interest, his/her
value for the interests and values of others.
It is our meaning that comes first
for each of us--adult or child. Logically, then, instruction in reading should come
much later than speaking-drawing-printing, just as our own ability to listen and to
hear the other's point of view comes much later, and always with many more
difficulties attached to it, than our easier ability to speak and express ourselves.
Furthermore, when the child draws a living experience--whether it be one
undertaken at home or in school--the child freezes the living experience of acting
and speaking into a form that is removed from the child's self and is something that
can now be contemplated as well as experienced directly. The act of contemplation
introduces a slowing down of ongoing experience so that it can be thought about and
easily recalled at will. Memory is also enhanced by the activities of
drawing-printing.
It is in this way that the child learns that what is spoken can
be recaptured at a later time from the drawing and the printed story. This means
that the immediacy and hereness within which children naturally live can become
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removable from the narrow present into a larger time scale. But thinking is also
thereby enhanced as well for it is only when time elapses between experiencing and
action that a more abstracted thinking becomes possible. The drawing allows for the
possibility of contemplation and contemplation is a necessary condition for that
kind of thinking to occur. Thi nking of the abstract kind requires a removal from
the present into a longer time span, and contemplation of the drawn out story is the
beginning of that kind of thought . A drawing is itself an abstraction from
experience directly had, and it is just such abstractions that can form the ultimate
basis for adult thought. But this is an end result of a long process that moves
from the child's own experience and activities, aud is not a fit place to begin.
And yet schooling too often currently begins with abst r actions both in reading
and in arithwetic. Although thinking is, from the beginning of life, something of
which children are capable, thinking in abstractions, as Piaget (1967) has made
clear, is late in coming. Abstractions are a function of his phase of formal
operations which seldom occur before age twelve or so. Piaget places the state of
concrete operations as occurring somewhere between ages six and eight and merely as
precursors of the later formal operations. What this means, simply put, is that
sometime within the ages of six and eight the child can consider more than one
aspect of a thing or object at once. For example, before those ages the child can
pay attention only to one attribute of a beaker of liquid--its height, for
example--but after that time he/she can simultaneously consider both the height and
breadth of the beaker of water, and grasp that pouring the water into a taller but
narrower beaker does not increase the amount of water. Both reading and the
manipulation of numbers--arithmetical operations--require that the child have
reached Piaget's stage of concrete operations.
Reading requires that the child enter into a second realm in addition to the
first one--simultaneously. The printed words to be read are one set of entities,
but the story is an entirely different set. The story is wrought out of imagination
and stands on a different plane from the printed words. Even if children have been
read to a great deal, they still do not have that tight correlation of printed words
with the meaning of the story as we adults do. When children are read to they hear
the story quite directly from the speaking of the adult reader. However, in
reading for themselves children are being asked to place their attention in two
different places simultaneously--on the print and on the story unfolding. And the
simultaneous attention in two different places does not occur on the average until
approximately age seven, the stage of concrete operations. Naturally, some children
spontaneously are able to accomplish this at earlier ages. But they are exceptions.
And of course, with diligent instruction something that looks like reading can be
pried out of bright younger children, but it is not likely to be a reading in which
the child enters imaginatively into the story through the printed words. And after
all what reading is is a grasp of the themes, and the enjoyment of the story being
told beyond the printed words. Reading is not simply the ability to say the wor<l
that appears before the child in print as some recent television advertisements
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wuuld have us believe, and that some achievement tests might lead us to think is the
case. Reading means that the child can enter into one realm, that of the story,
even as he/she looks at the printed words of the other realm. Attempting to push
that achievement upon the preconservation child, the child prior to the stage of
concrete operations, can be a serious mistake--one that may ensure that the child
will never be a real reader and which may even turn him/her into one more of the
functional illiterates that are said to abound in our society. Some, it is true,
will continue to learn to read despite improper instruction that occurs too early,
but the cost overall is too great . Let us not settle for simplistic views of
reading and education , but ask that the education of children be real and the
child's reading fluent and full of the wonder that lies in books.
A similar problem arises in the child's grasp of the basic, seemingly simple,
operations of dddition and subtractiun. They seem to us simple because they have
become so familiar, but the actual operation even of addition is not at all
simple--at least for the preoperational child. When the child is asked to add 3
large buttons and 4 small ones to determine the total amount he is actually faced
with the task of moving from one actual series of 3 large buttons and 4 small ones
to a new series as in the example. The actual 4 small buttons must become 4, 5, 6,
and 7 in the new total series . This is, as Piaget's conservation studies indicate,
a very difficult task for it requires that the child make the 1, 2, 3, and 4 in the
small button series into 4, 5, 6, and 7 in the total series. This is a task that
requires that the child have reached at least the stage of concrete operations, that
is, being able to consider two sets of events simultaneously . But that does not
occur on the average until tl1e child is seven, or even, perhaps, eight years of age.
Once the new stage has been attained, addition poses no problem for the child, but
until he/she has reached it the child asked to add is forced to memorize rather than
operate in the realm of a true understanding of arithmetic. Children are aided,
however, through the use of actual objects that they can manipulate. Then it can
become Lheir movements, their manipulations that lead tl1e way to arithmetical
thinking. When the child sees the teacher actually take 5 objects from a total of
9, he/she is able to learn something essential about the relatiunal number series,
that is, the relationship underlying addition and subtraction. With actual things
the child learns how 2 and 2 make 4, but also how 4 from 8 make 4. When the child
learns the how ofthe number series he/she knows how many different combinations
make 4. Burin all of these tasks the stage of concrete operations needs to have
been achieved for they all ask the child simultaneously to deal with more than one
dirnension at the same time. By using actual objects, once the cltild has reached the
stage of concrete opera t ions, he/she can readily grasp the similarity between
addition and multiplication and that between subtraction and division. In this way
the child can see that multiplication of 4 by 4 is raerely addition by groupings of
4s rather than by ones, and that division is subtraction by groupings as well.
The need for the child to understand the basics of the relational number series
has lost nothing of importance simply because we have entered the age of computers.
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It is those who only conceive of reading and aritlmetic as rote events who could
believe that we can skip the basics for the direct use of compu ters with children
although the basics advocated here are in no way akin to the "basics" championed by
the ''back to basics" advocates . The basic reading and arithmetical operations that
lead the child to know how to read and how to add and subtract are vastly different
from knowing that b-i-r-d stands for a bird and that 2 and 2 are 4. Reading and
doing arithmetic require that one know how and not simply know that. Knowing how
arises from the child's own manipulatioMout of his/her activities, but it alSCJ
requires that the child have reached the stage of concrete operations. Just as the
speaking child must have reached a certain level of development to be able to talk
and then knows how to talk, so too does the reading child have to have reached a
certain state and then can be said to know how to read, and the calculating child
know how to do arith~etic.
Piaget's level of conservation is not as immutable as he thought, bu t it is
also not as easily breachable as some of his unthinking critics have suggested .
Some of them have sought to show that by specific instruction a child can be taught
to look at mor e than one aspect of a situation and, of course, tt,at can be done.
But that does not mean that the general problem underlying the stage of conservation
has been overcome. It has merely been cleverly evaded. Lots of moving about and
talking on the part of children do, indeed, help the child to grasp more than one
perspective un things, for it isby moving about that he/she sees things in
actuality from more than one perspective, and hears points of view other than
his/her own. It is in the activities of moving and talking that a genuine education
becomes possible.
The child ' s movements and talking are indispensable components in his/her
education . They are indispensable because, first, they are two of the child's most
basic capabilities. But they are indispensable , secondly, because it is through
thee, that the pre-conservation child is aided in r,1 0ving to the point of having more
than one perspective on events. And it is the achievement of that level of
perspective that is indispensable for gaining the basics in education: knowing how
to read, how to write, and how to do arithmetic . Let us get back--or forward , if
neccssary--to basics, but by this I mean the real basics, the basic abilities that
all children have when they arrive at school: their ability to move and talk, and
their ability through moving and talking to learn how to read and write and do
arithwetic.

References
Piaget, J. (1967) .

Six psychological s tudies.

Vygotsky, L. S . (1962) .
Wiley and Sons.

8

Thought and l ang uage.

New York: Vintage Books .
New York : The M. I . T . Press and John

